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The Role of Consciousness in Interpersonal: 
CoHHinication: Peda909lcal Iflftlications 
for the Introdttctory Course 



This manuscript argues that introductory interpersonal courses cannot 
facilitate coifietent interaction if they fail to take acf»unt of the 
limitations of human «>nsciousiwss. Focusing on Gregory Bateson's 
couHinlcation and learning theory, the problems of being overly conscious of 
interpersonal interaction are eiplored. A structural approach to the course 
is proposed the mininizesr but does not eliminate, problems of a>nsciousness 
in relationships. This approach encourages the student to habituate and make 
unconscious their knowledge of tl^ory while consciously analyzing 
communication situations. The structure and materials necessary for such a 
course are outlined in detail. 



A coanunlcator can becoae extresely self-aware and obsessed vlth analyzing 
every detail of a coananlcation encoanter or relationship. Such a coaaani- 
cator can becoae obsessed to the point of distraction and incoapetence. Take 
the ezaaple of the sate who insists on explaining every utterance of a 
relational partner. . .In sach cases, the overly attentive/analytical 
individual spends too aach tiae aaalytlag coawinication and not enough tine 
doing it (and enjoying it) [ei^basis in original]. 

Spitzberg k Copach, 1984, p. 82 

It is possible that aany of the skills and theories taught in 
interpersonal coaaunicatlon courses, although designed to encourage (»i4>etent 
interaction, can instead promote the kind of incoapetence described in the 
above quotation. Hhat type of interpersonal instruction could proaote this 
counter-intuitive result? A priae suspect proaoting coaoittnication 
incoapetence, a specter lurking throughout all interpersonal Instruction, is 
consciousness. Proficient interaction cannot be encouraged if interpersonal 
coaaunicatlon pedagogy fails to take account of the conventions of huaan 
consciousness. Thus, a thorough ezaaination of the relationships between 
coaaunicatlon perforaance, and huaan consciousness is necessary in order to 
present instructional techniques that encourage proficient interaction. 
Focusing on Gregory Bateson's coaaunicatlon and learning theory, several 
issues are explored in this aanuscript. First, the probleas of be'ng overly 
conscious of interpersonal interactions are detailed. Second, it is argued 
that aay. interpersonal coaaunicatlon instruction proaotes consciousness. 
Third, a structural approach to the introductory interpersonal coaaunicatlon 
course is then proposed that ainiaizes, but does not eliainate, the probleas 
of consciousness in relationships. The goal of such a course is to provide 
the student with a synthetic blend of conceptual and behavioral knowledge. 
Finally, pedagogical suggestions are aade to facilitate the development of the 
synthetic course. 
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Gregory Bateson's perspective on coaaunication and learning theory is 
justified for tuo reasons. First, Bateson's coBBimication theory is featured 
in a nuBber of interperconal textbooks (e.g., Leeds -Hurwitz, 1989; TrenboliB & 
Jensen, 1988; Snitb & Vllliaaison, 1985; Hilaot, 1980). Because Bateson's 
theories are esqployed in interpersonal instruction, it night prove valuable to 
I'lstractors to explore Bateson's view o:^ coaaunication proficiency. Second, 
Bateson's t*ieories of aental functioning have gone beyond recent neurological 
and social -cognitive research (research that has confiraed his initial 
preaises) and attes^ted to show hov the strengths and liaitations of aental 
functioning can be expressed vithout destroying larger systeas such as 
interpersonal relationships. Bateson's ir.t<^re3t in coaaunication, learning, 
and aental functioning provides a singularly unique perspective froa which to 
exaaine interpersonal relationships and interpersona . coaaunication 
instruction. Before exploring these connections it is necessary to review 
recent research on the conventions of hoaan cognitive processes. 

Review of Literature: Conscioas & Unconscious 
Inforaation Processing 

Although auch reaains to be learned about the functioning of the huaan 

brain, research suggests two priaary inforaation processing resources: 

conscious and unconscious (Baars, 1983, 1985; Bateson, 1972d; Haaple, 1986; 

Davidson, 1982). fbis section defines and aodels both aodes of thought. 

Conscious or controlled inforaation processing is defined here as thought 

that is effortful and intentionally controlled (Bargh, 1989). According to 

Baars (1983, 1985), conscious thought reseables a central inforaation exchange 

that allows specialized processors to coaaunicate with one another and 

cooperate or coapete to solve probleas. Stable inforaation that appears in 

the central Inforaation exchange is conscious inforaation that is "distributed 



to the specialized processors i&uch as a television broadcast is distributed to 
a vievi&g audience" (Baars, 1983, p. 46). Unconscious or autoaatic processing 
is defined as thought that meets one or acre of the following criteria: it is 
"nnintejatioaal, ifivolontar/, effortless (i.e., not consuaptive of liaited 
processing capacity), aatotioaoast and occurring outsicte of avareness' 
[eaphasis in original] (Bargh, 1989, p. 3). Unconscious thought reseables 
the operation of specialized processors that can autonoaouf^ly reguiate nervous 
activity (Baars, 1983, 1985). 

Soae of these processors are relatively fixed or "hard wired* into our brain 
(e.g., processors that control autonoaic activity such as breathing and 
reflex) (Davidson, 1982), while other processors can, with the assistance of 
consciousness, be organized and reorganized as needed (e.g., processors that 
allow us to drive a car or ride a bicycle without focused attention) (Baars, 
1983). 

The combination of a central inforaation exchange linking specialized 
p^-ocessors is an ideal learning device (Baars, 1983). Specialized processors 
can autoaatically and siaultaneonsly carry out a high variety of prograoaed 
tasKs with little conscious attention. This structured processing solves 
recurrent probleas (e. g., breathing, nonverbal behavior, speech production) 
fithout taxing liaited conscious resources (Baars, 1903). However, in new 
situations —those that do not fit the structured operation of the specialized 
processors — aore flexibility is necessary (Fazio, Sanbonaatsu, Powell & 
Dardes, 1987). The nei; situation triggers coaplez, effortful, conscious 
inforaation processing (Bargh, 1989; Spielaan, Pratto & Bargb, 1988). To 
handle the new situation the central inforaation exchange broadcasts rassages 
that alter or reprograa the operation of the specialized processors (Davidson, 
1982; Bargh & Tota, 1988; Pope & Singer, 1982; Pribraa, 1982; Spielaan et al.. 



1988). Tbls occurs, for exanple, vben pregnant woaen are taught to 
consciously alter their breathing patterns during labor — noruilly an 
uncnnsclously regulated activity. 

Once the new prograo is absorbed (i.e., it becooes redundant with 
specialized processor operation), conscious thought is unnecessary and the 
processors return to autonatic, unconscious activity. The nev node of 
processing is said to be habituated and will continue until different 
information is presented by the central infornation exchange, or until 
environnental changes uake processor operations difficult such that conscious 
activity is again triggered. Habituation can Le exeaplified in learning to 
ride a bicycle. When first learning to ride, considerable conscious effort is 
required to keep the vehicle upright, steer, and peddle. Continued practice 
Mans that redundart conscious inforaation is broadcast to specialized 
processors that will begin to autonomously perform riding activities, thus 
eliminating the need for conscious thought. The combination of specialized 
processors with a central information exchange offers the advantage of 
structured processing during routine Usks and flexible reprogramming during 
non-routine tasks (Baars, 1983, 1985} . 

Having roughly sketched a model of information processing based on recent 
neurologicul and social -cognitive research, it is necessary to note that 
conscious and unconscious processes are not dichotomous but are a matter of 
degree and type (fiargh, 1989; Benoit & Benoit, 1986; Pope & Singer, 1982; 
Pribram, 1982; Toulmin, 1982). Two commonly distinguished levels of 
consciousness are relevant to interpersonal communication, k basic level of 
consciousness is what Toulmin (1982) refers to as attentiveness. 
Attentiveness implies a focused "concentration" or "monitoring" of some aspect 
of self or environment (p. 59). Attentive consciousness involves a screening 



process vbereby salient Infonatlon is attended to and non-salient inforaation 
is excluded (Pope & Singer, 1982). At a higher level than attentiveness is 
articulateness. Articulate osnsciocsness involves not only attentiveness but 
the ability to articulate a "aotive;" "plan." or "intention" (p. 60). Pribraa 
(1982) refers to this as "self-consciousness" (p. 52). Articulate or self 
consciousness is closely linlied to verbal reports of goals, plans, intentions, 
and purposes (Bateson, 1972a; 1972b 1972d}. 

As with c»nsciott8i»ss, there are varying degrees aid types of onconscioQs 
activity relevant to interpersonal coMMinication. At the deepest level is 
preconscious aotosatic activity (Bargh, 1989). At this level, interpretive 
and analytic roles are used to structure incoaing stiauli and produce the 
"givens" of consciousness. These processes "operate uncontrollably, 
autonoBously, involuntarily, and nearly effortlessly" (Bargh, 1989, p. 11). 
Bateson (1927b) explains that, "the content of the screen of consciousness is 
systeaatically selected froa the enoraously great plethora of nental events. 
But of the rules and preferences of this selection, very little is known" (p. 
444). (1) Thus, consciousness is constructed by autoaatically applied rules 
that are outside of conscious awareness. 

At a higher level than preconscious activity is unintended goal -dependent 
antoaatic activity. This fora of aotoaatic activity describes tbe unconscious 
and unintended side-effscts of conscious activity (Bargh, 1919, p. 20). An 
exaaple of an autoaatlc side effect is called iaplicit learning. CognUive 
researchers have found that unintended encodings (e.g., pattern sequences) are 
autoaatically stored in iseaory as the result of soae other intentional, 
focused inforaation processing (e.g., neaorizing strings of nuabers or 
letters) (Bargh, 1989, p. 21). Bateson (1972c; 1972e) referred to this as 
deutero-learning and argued that it played a role in all learning contexts. 
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Finally, according to Bargb (1989), the highest level of unconsciousness 
is intended, goal-dependent automatic activity (p. 24). This brand of 
unconscious activity requires consciously intended initiation, but once 
activated, infornation processing proceeds automatically. Autoaatic 
processing will continue until the intended goal is achieved or a novel 
situation triggers conscious intervention. Because consciousness initiates 
and can intervene in this inforsation processing, Bargh refers to then as 
seni-^utoisatlc processes. Two types of seal -autona tic information processing 
include: situational scripts that guide the perforaar.ce of skilled social 
behavior (Abelson, 1980) and procedural knowledge structures that becone 
autonoBOUS with frequent application and practice (Bargh, 1989, p. 25). The 
latter activity represents the concept of habituation described earlier. 

FroB the above review it is apparent that although analytically separate, 
conscious and unconscious infornation procesfing are interactive and 
interdependent. Unconscious activity is necessary for tasks too rapid and 
numerous for conscious processing. Conscious processing is necessary for 
reprograaming unconscious activity thus insuring systea flexibility. The 
questions this paper attempts to address are: Bhat specific mental 
interdependancies are necessary for adequate inforaation processing in social 
relationships? How can these interdependancies be encouraged through 
instruction? 

Problems of Consciousness in Interswrsonal Relations 
There is little doubt that conscious methods of codification are favored 
by Western culture. Bateson {1972d) argues that, "In the cliche system of 
Anglo-Saxons, it is commonly assumed that it would be somehow better if what 
is unconscious were made conscious" (p. 136). Consciousness is not inherently 
dysfunctional. Conscious coding serves certain impottant functions that 
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include: allonlng us to learn, formulate intentions^ control actions, and 
increase self-nonitorlng behavior (Andersen, 1976, p. 96). However, evidence 
indicates that conscious nodes of thought nay be an inappropriate basis for 
action in interpersonal relationships. The disadvantages of relational 
consciousness include its limited speed and capacity, and its link to 
intention and purpose. 

Consciousness is slow and limited in its information handling capacity 
when compared to unconscious /automatic process. Baars (1983) argues that the 
central information exchange is slow because it requires communication and 
cooperation between several specialized processors. Such interaction is 
demanding of resources and slower than specialized processors acting 
independently (Andersen, 1986 Baars, 1983). Because the specialized 
processors operate automatically and autonomously each can perform programmed 
activity at high rates of speed. Another limitation of conscious processing 
is its capacity. Our conscious mind processes Information serially, and has 
limited capacity for competing contents (Baars, 1983, 1985; Hample, 1986; Pope 
it Singer, 1982). Research indicates that humans can make only one conscious 
decision every half second (Hample, 1986, p. 26), can only store seven (plus 
or minus tuo) isolated items in conscious memory, and can react to only one 
stream of speech at a time (Baars, 1983). The serial, unitary processing 
habits of conscious thought create severe capacity limitations and stand in 
contrast to the parallel processing ability of unconsciousness. 

The limited speed and capacity of consciousness make it unsuitable as the 
primary mode of data processing in the information rich environment of 
interpersonal relationships. Interpersonal contexts include innumerable and 
complex codification problems including: (1) several levels of information 
potential within each message (Rawlins, 1987; Vatzlawick, Beavin & Jackson, 

er|c 10 
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1967), and; (2) many "aode identifying" cues that classify the aeaningful 

contexts within which interpretations are assigned (Bateson, Jackson, Haley & 

VeaKlandr 1972g, p. 203). According to Baars (1983), we are unaware of the 

codification processes that allow us to interpret and ascribe meaning to these 

Rulti-leveled# contextual ized nessages (p. 55-56), Consciousness nust be 

reserved for such "attention-demanding tasks as self -presentation, iapression 

nanagement, action planning, and action execution" (Bargh, 1989, p. 13). 

Thus, even simple conversation require enoraous resources of speed and 

capacity; resources not available in consciousness (Andersen, 1986; Berger, 

1980; Berger & Douglas, 1982). 

Attempts to translate unconscious comaunication processes into conscious 

process (such as teaching students to "read" various nonverbal stinuli or 

"label" different contexts) would lead to enormous errors in translation. 

Such translation would not only be nentally uneconomical, but be potentially 

toxic to one's view of the relationship. 

Bateson (1972d) writes thatr 

consciousness is necessarily selected and partial, i.e., that the 
content of consciousness is, at best, a small part of truth about 
the self. But if this part be aelectsd in any systematic manner, 
it is certain that the partial ttutbs of consciousness will be, 
in aggregate, a distortion of the truth of some larger whole 
(emphasis in original) (p. 144). 

Attempts to translate formerly unconscious process to conscious process will 

distort one's view of larger relational systems. The limits of consciousness 

make it an unsuitable means of information processing in multi-leveled, 

complex, simultaneously operating systems such as interpersonal relationships. 

To protect our conscious minds from overload, according to Hample (1986), we 

must "delegate the greater part of our behavioral and cognitive decisions to 

the unconscious and only retain conscious involvement in the highest-level 

considerations" (p. 26). 

U 
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A second disadvantage of conscious decision-aaking in relationships 
Involves intention and purpose. In the review of neuro-psychological evidence 
it was noted that the highest level of consciousness— articulate 
consciousness— is closely related to intention, purpose, and the articulation 
of plans and ^oals. Howetfer, many aspects of interpersonal relationships have 
little to do with purpose. For example, Nalanowsici's (1948) concept of phatic 
coBBunication suggests that in nany conversations, the informational content 
of the message is uninportant and largely ignored by participants; instead the 
very act of conversing functions to create ties of union and reaffirm 
sociability (p. 249). According to Malanovski, the meaning of phatic 
utterances cannot be connected with the purpose or intent of the conversants. 
Employing the concept of phatic communication in the context of recent 
communication theory, Leeds-Hurvitz (1989) argues that every message has both 
informative and phatic functions. The phatic functions include cues (often 
nonverbal) that present a social identity and define the nature of the 
relationship. The phatic cues are processed oat of awareness and are free of 
the limitations and distortions of controlled thought (Bateson, 1972f, p. 412- 
413). Given that phatic activities are not produced or received consciously, 
conceiving of relationships as highly conscious (i.e., intentional, purposive, 
goal oriented) terms leaves one less able to comprehend and act in the 
important social aspects of interpersonal relationships. 

Although consciousness is favored in many Bestern institutions, including 
the academy, it is not necessarily the best method of processing information 
relevant to interpersonal relationships. Unfortunately, iiiy„ method of 
instruction in interpersonal communication encourages conscious approaches to 
the subject. 
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Interpersonal Instruction and Conscioasness 
Pearce (1977) has distinguished between two traditional approaqbes to 
instruction in interpersonal coanunication: the hunanistic celebration and the 
objective scientific approaches. In this section I argue that both methods of 
instruction in interpersonal coDsunication subsidize conscious approaches to 
relationships and both approaches train students to translate unconscious 
process into conscious thought. In the next section a synthetic instructional 
approach is proposed that sinimizes these problens. 

According to Pearce (1977), the humanistic celebration teaches "a set of 
attitudes about persons and interpersonal relationships and a set of skills 
required for conaunicating in preferred vays" (p. 110). Such coutses tend to 
be experiential and involve exchanging testimonies of experiences, discussions 
of meanings involved in communication situations, role playing to improve 
specific communication skills, or personal growth exercises that clarify 
perceptions or values. According to Pearce, students are encouraged to use 
their attitudes and skills to achieve relational objectives. For example, 
self-disclosure is encouraged to achieve more intimate relationships. The use 
of newly learned attitudes and skills to achieve relational goals demands 
csaccious thought and controlled application. Unfortunately, this objective 
is short-circuited by the limited speed and capacity of consciousness and its 
link vi^ Intention and purrpose. First, a student's use of skillt Is 
constrained by the limited capacity of human consciousness. Bateson (1972a) 
argues that isolated skills are "a short-cut device to enable you to get 
quickly at what you want; not to act with maximum wisdom in order to live, but 
to follow the shortest logical or causal path to get what you next want" (p. 
433). Because our conscious minds cannot grasp the multiple levels and varied 
outcomes of relational behavior, purposively based skills may achieve 

13 
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Innediate goals at the expense of the larger relationship. Secondly, skills 
that achieve insBedlate goals nay not be applicable or easily employed during 
the large amount of relational activity (such as phatic connunication) that is 
non-goal oriented. 

According to Pearce (1977), objective scientific instruction teaches "a 
series of latf-like propositions describing causal relations between stiauli 
and responses" (p. 109). Such courses are cognitive and involve reviewing, 
suiMiarizing, and understanding written research. The objective scientific 
(theory) approach teaches students to understand behavior by "subsuming it as 
a particular instance of a general law and to control (other people's) 
behavior by nanipulating causes" (p. 109). The manipulation of causes and 
control of behavior encourages students to consciously control situations and 
is problematic because of the Halted capacity of consciousness described 
previously. 

The problem of increasing students* consciousness toward their 
relationships occurs not only in humanistic celebration (skills & attitudes) 
and objective scientific (theoretic) pedagogy, but occurs in aflE_ alternative 
instructional method. The reason for this is the human habit of implicit or 
deutero-learning. In the literature review, deutero-learning is a level of 
automatic, unconscious activity. Deutero-learning was defined as the 
unintended, unconscious encodings of pattern that are stored while consciously 
attending to other aspects of a learning task. In experiments, £or example, 
subjects attempting to memorize letter strings implicitly learned the repeated 
pattern sequences of those strings (Bargh, 1989, p. 21). In interpersonal 
relationships, deutero-learning involves the unconscious recognition and 
punctuation of interaction sequences into recognizable contexts (Bateson, 
1972e). For example, greetings between romantic partners after extended 
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separation is an easily recognizable context of interaction. Likewise, the 
greetings exchanged between business associates after extended separation, 
although a different context, is easily recognizable. To behave properly in 
each context we must distinguish between then, although such distinctions are 
usually aade unconsciously and are an unintended result of interaction 
(Rawlins, 1987). The husband who greets his wife's return in the saae manner 
as a business associate's return has aisidentif led the context and enacted 
relationally inappropriate behavior. Learning II is an interactant 's 
continual, unconscious ability to distinguish contexts despite minor 
variations in their performance. This is accomplished while conscious 
attention is focused on other conversational tasks. 

Learning II, however, does not stop at simple context recognition. 
Analyzing Bateson's theory of human communication, Rawlins (1987) notes that, 
"recurrent confrontation with or improved ability in handling specific types 
of contexts leads the subject to develop expectations for their occurrence" 
(p. 67). Thus, once a person learns to recognize certain behavior sequences, 
future interactions will be codified as if conforming to previous habits of 
learning II. This will be done even if it requires disregarding cues r lat 
suggest different context distinctions (Rawlins, 1987, p. 67). If, for 
example, a person involved in a romantic relationship has been lied to several 
times in the past, he/she may soon come to expect deception from the new 
romantic partner whether the cues related to deception are displayed or not. 
Thus, the would-be lover has implicitly and unconsciously learned to punctuate 
romantic contexts as deceptive. 

What does the concept of learning II or deutero-1 earning mean for the 
instruction of interp*»rsonal communication? As we have seen, consciousness 
and unconsciousness are two different means of processing information. 
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Consciousness can become deutero -learned. That is, students can develop the 
habit o£ perceiving and enacting relationships consciously. How can this 
habit develop? Human learning takes place on nultlple levels. People learn 
not only the content of a lesson, but deutero-learn the feo^ vtlu^«..or 
contextjif the lesson (Bateson, 1972c}. Bateson explained this subtle type of 
learning with the following example. Imagine that veil meaning politicians 
and social scientists train children to spy on their parents to eradicate 
behavior deemed anti-social. Bateson (1972b) notes that, "because the 
children are people they will do more than learn this simple trick—they will 
build this experience into their whole philosophy of life; it will color all 
their future attitudes toward authority" (p. 164). Thus, children may learn 
the information relevant to spying in a particular context, but may also begin 
to view other contexts as those in which the values of the spy would be useful 
or necessary. Similarly, students may learn the content of a course in 
interpersonal communication (training in decisions about when to deploy self- 
disclosure), but they may also begin to view all interpersonal contexts as 
those in which dBcision-a^king and Oeploymeat are useful and necessary. Thus, 
students not only learn the content of the course, but deutero-learn the form, 
values, or context of the course. 

Hhat form, values, or context dominate education in Hestern universities? 
The form of university Instruction sponsors conscious, purposive, analytic 
thought. According to Andersen (1986, p. 94), the Anglo-American system of 
education is geared toward the development of conscious, analytic, 
prepositional modes of thought, ihen interpersonsl communication is taught 
within the context of purposive consciousness, students will learn more than 
the tricks of relational theories. They (and their instructors) will begin to 
perceive interpersonal relations as contexts of consciously based analysis, 
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strategic planning, and intentional action. Thus, a student may deutero-learn 
conscious processing of foraerly unconscious process. Instruction carries tbe 
potential for destructive rather than constructive behavior in relationships 
and encourages the overly analytic, self-avare behavior des'.;ribed in the 
introductory scenario by Spitzberg and Cupach (1984). 

As instructors of interpersonal coamunlcation «e appear to be caught in a 
paradoK. The £orn of university instruction is largely conscious. Even 
attempts to discuss unconscious process nust be codified and phrased in the 
language of consciousness, thus reinforcing the learning II habit of 
perceiving relationships as consciously apprehended entities. Hov are ve to 
resolve such a paradox? This issue is addressed in the next section. 

Hlninlzlng the Probleas of Conscious Instruction 
Can instruction in Interpersonal conaunlcation be resurrected fron the 
problems of conscious purpose? I believe the answer to this question is a 
qualified yes. The solution lies in a synthetic course that blends conceptual 
and behavioral knovledge with conscious and unconscious Information 
processing. The structure of this course is detailed below. 

A popular way to discuss what a student should achieve in the basic 
courses in connunication is through the term competence. Because little 
consensus has i^en achieved in conceptual and operational definitions of 
crii;petence (Spitzberg & Cupach, 1984, p. 11), I prefer to promote Bateson's 
(1972d) concept of "grace" as the instructional foundation of the introductory 
interpersonal communication course. For Bateson, grace meant integration. 
Graceful communication can be encouraged through the integration of conscious 
and unconscious processing, and humanistic celebration (skills & attitudes) 
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and objective scientific (theoretical) knovledge. These dloenslons and their 
i»pUcations for interpersonal behavior and instraction are depicted in Figure 
1. 



Insert Figure 1 Here 



Figure 1 represents the juxtaposition of ccii?;cious and unconscious processes 
with behavioral skill and theoretical knowledge. Enacting a relationship or 
teaching a course fron the point of viev of a single category in the matrix 
vould not facilitate graceful communication. 

Category one (unconscious knowledge of context specific behaviors) 
represents the type of interaction conaion to unreflective communicators in 
dally interaction. Operating within this realm, a communicator is unaware of 
the strengths and weaknesses of their communication skills and attitudes and 
unreflectively enacts communication behaviors in various relational contexts. 
This is the condition that most interpersonal communication courses have been 
designed to correct. 

Category two (conscious knowledge of context specific behaviors) 
represents conscious matching of behaviors to contextual contingencies. 
Operating within this realm, a communicator consciously selects communication 
behaviors based on their analysis of the situation and their repertoire of 
communication skills and attitudes. The humanistic celebration (Pearce, 1977) 
instructs from within this domain, encouraging conscious choice-making based 
on immediate goals and "proper" attitudes toward, self, other, and the 
relationship (p. 111). Because of its focus on conscious choice making, this 
instructional approach suffers from the problems of consciousness discussed 
above. 
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Category three (unconscious knowledge of global theory) represents an 
unconscious understanding of theory. Operating within this reals, a 
coaaunicator acts based on an intuitive understanding of relational processes 
derived froa previous experience. The intuitions would be difficult for the 
coaaunicator to phrase since this requires the translation of inforaation froa 
less conscious to aore conscious linguistic foras. People comounicating froa 
this category are often said to have a "knack" for getting along with others. 
Instruction froa this perspective cannot be achieved without first aaking the 
student conscious of what they do unconsciously. This creates translation 
errors and encourages deutero -learned conscious codification of relationships. 

Finally, category four (conscious knowledge of global theory) represents 
conscious understanding of interpersonal coaaunication theory. Operating 
within this reala, the coaaunicator attempts to eaploy generalizable 
theoretical knowledge to predict and control various coaaunication situations. 
Objective scientific (Pearce, 1977) instruction works froa within this doaain, 
encouraging students to consciously apply theories and law-like 
generalizations to control interpersonal situations. This instructional 
approach suffers froa problems of consciousness discussed above. 

Because no single categorical approach can provide graceful 
coaaunication, a synthesis is necessary. The basis for such a synthesis 
involves Bateson's {1972d) concept of "habit." As aentioned in the review of 
neurological research, one function of unconscious process is to handle 
inforaation that is so faalllar that conscious inspection is unnecessary. 
Habit foraation is the process of sinking knowledge doi'i to less conscious 
levels (Bateson, 1972d). In teras of the neurological aodel discussed 
earlier, a habit results when specialized processors adapt to consistent, 
repeated information broadcast by the global information exchange 
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(consciousness) (Baars, 1983; Davidson, 1982; Gregg, 1984). If the conscious 
inforniation is sufficiently repetitive, the specialized processors will adapt 
to the Infonaatlon and continue to operate as specified, making conscious 
information no longer necessary for efficient perforiaance. Thus, habituation 
is a less conscious functioning that represents a response to redundant 
conscious information. 

The developaent of habit is encouraged through the repetition (practice) 
of particular attitudes, skills, or theoretical constructs— including those 
related to interpersonal conaaunication (Bargh, 1989; Berger & Douglas, 1982; 
Fazio et al., 1986; Spielaan et al., 1988). As a habit develops, two things 
occur simultaneously. The person is "more able to do whatever it is he is 
attempting; and, on the other hand, by the phenomenon of habit formation, it 
makes him less aware of how be does it" (Bateson, 1972d, p. 138) Thus, the 
more skillful a person becomes, the more habitual and unconscious bis/her 
performance, and the less accessible this learning is for conscious reflection 
(Baars, 1985; Langer & Imber, 1979). Thus, habituation is adaptive in that it 
frees the limited speed and capacity of consciousness for more important 
activity (Unger & Imber, 1979). However, such sinking makes the habltuallzed 
information unavailable for rapid alteration and adjustment. According to 
Bateson (1972d), "we can afford to sink those sorts of knowledge which 
continue to be true regardless of changes in the environment, but we must 
maintain in an accessible place all those controls of behavior which must be 
nradified for every instance" (p. 142). 

ilhat problems does the notion of habit formation solve for interpersonal 
communication pedagogy? The creation of habit directs us toward the specific 
type of synthesis needed for graceful communication. Graceful interaction 
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eaerges through didactic practices that eaphaslze categories two and thr ee o f 
the Matrix of Codification and Learning (Figure 1). 

Teaching from category three, a general "perspective" of coiBaunlcatlon 
should be taught that is broadly applicable to a variety of relational 
contexts. By perspective I isean a series of theories that share sinilar 
philosophical properties* (Fisher, 1978). When teaching the perspective the 
Instructor should raise vari«»us theoretical approaches to students' 
consciousness and then, through practice, drilling, testing, and constant 
repetition, cover the basic precepts until they becone habituated — they sink 
back to less conscious levels. This infornation can beco^ habitual because, 
as Bateson (1972d) argues, an adequately broad cos^unlcation perspective 
includes theories that continue to be true regardless of contextual changes. 

Teaching fros category two, an instructor should teach stu(1ents to 
consciously analyze situations so they can creatively match specific skills 
and attitudes to particular situations. Examples include alternative styles 
of conflict management (competition, collaboration, avoidance, acconmdation, 
or compromise) that can be invoked depending upon concern for self or other in 
the reirttionship (Hocker & Hilmot, 1985, p, 40), This type of instruction 
encourages students to consciously create their ovn behavioral options based 
on analysis of the situation. Such analysis and decision-making must remain 
conscious because, as Bateson (1972d) reminds us, information that must be 
modified for each instance must fc» available to consciousness. Vhen new 
environmental demands are present, new behavioral options must be created and 
communicators need to be m»re aware of their behavior (Berger,& Douglas, 1982; 
Davidson, 1982; Hample, 1986). 

When basic course instruction is conducted from category three 
(unconscious knowledge of global theory) and category two (conscious ' nowiedge 
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of context specific behaviors), the student's unconscious understanding of 
broader theoretical issues guides and inforns their conscious behavioral 
choices. Ideally, the conbination of unconscious theory and conscious skills 
and attitudes results in coaaunication interaction that is more integrated 
than strictly conscious approaches. 

Pedagogical la^lications 

Several content guidelines can be suggested vhen utilizing the integrated 
instructional approach described above. These suggestions are suitable for an 
introductory course in interpersonal comnunication vith an audiences of speech 
conaunication majors or for mixed audiences of majors from various 
disciplines. Graceful communication is facilitated through pedagogical 
techniques that synthesize unconscious, habitual use of a communication 
perspective and Its related theories (category three. Figure U and conscious 
analysis of communication situations (category two. Figure 1). This section 
describes how to teach a coherent communication perspective, how to maice 
thinking in terns of that perspective habitual, how to encourage conscious 
analysis of context specific events, and a discussion of the tools that make 
this instruction possible. 

The previous discussion of mental habits indicates that interpersonal 
instructors should select a perspective as a lens through with to examine 
various aspects (nonverbal communication, verbal communication, relationship 
definitions, relationship stages, conflict, etc.) of the interpersonal 
conmunication course. Vhat perspective should the instructor of the basic 
course adopt? The choices are many and the decision up to the instructor. A 
symbolic interactionist perspective (Fisher, 1978; Littlejohn, 1983) can be 
taught, emphasizing dramatlstic theories, theories of self -presentation, 
symbolic convergence theories, or various rules theories such as Coordinated 
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Mana^eaent of Meaning. A pragnatlc perspective could be taught (Fisher, 1978) 
emphasizing general systeas theory, behavioral rules, or cybernetic theory. 
The perspective should Include theories that are related and provide a 
coherent lens through which to examine interpersonal relationships. Survey 
courses covering a variety of perspectives and theories are ii^rtant for 
advanced students but do little to help the introductory student apply their 
newfound icnowledge to specific relational conteits. Without the development 
of analytic habits, the introductory student in a survey course is likely to 
forget more than they learned and apply aspects of each theory they renenber 
in conscious, partial, and haphazard ways. (2) 

Once a theoretical perspective is chosen. It should be taught (made 
conscious) through inductive instruction. Inductive instruction involves 
teaching theory via example. In this approach, the initial weeks of classroom 
activity involve discussion of relational examples (derived from videotaped TV 
shows, play scripts, novels, etc. . .} that allow students to discover for 
themselves the major theoretical precepts of the classroom perspective. 
Discussion should be guided by instructor questions that focus student 
attention toward whatever pattern the theoretical precepts explain. The 
questions should be directive of attention without lecturing students about 
the theory, thus stealing from them the possibility of discovery. As students 
begin to see patterns in each example, they should be encouraged to verbalize 
the precepts discovered in some generalized form such as theoretical 
statements of prediction, metaphors, relationship rules, decision-trees, or 
other generalized form. Learning the classroom perspective through discovery 
facilitates several goals: First, if theoretic knowledge is to be made 
habitual (as suggested in category three of Figure 1), it must first be made 
conscious and then, through repetition, can become more habitual. This 
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process of raising consciousness and then habituating Icnowledge through 

repetition is supported by the neurological and social -cognitive research 

reviewed earlier. Second, learning by discovery encourages students to 

deutero-learn discovery. According to Bateson*, 

"students exposed to 'learning by discovery' over considerable 
periods fc«gin to learn to discover: faced with a new type of 
problem, they proceed on the assumption that the phenomena are 
are orderly and underlying principles can be discovered, and so 
they undertake research, constructing and solving analogous 
problems and comparing results (in M. C. Bateson, 1972, p. 114). 

Thus, should some interpersonal context defy understanding via the selected 

perspective, students will, ideally, continue to assume the relationship has 

pattern and seek to discover that pattern. Teaching the perspective through 

induction can be augmented and clarified through lecture as long as the 

process of discovery is not short-circuited. 

Throughout the (^riod in which students begin to articulate the 
theoretical precepts of the classroom perspective, habituation of that 
perspective also takes place. Research indicates that repetition and practice 
encourage habituation. In class, habitual thinking in terms of the classroom 
perspective can be encouraged through weekly quizzes, tests, student 
presentations, «tc. . . The goal is to cover the basic theoretical precepts 
until they become second nature—they sink back down to less conscious levels. 

As students' thinking about their relationships In terras of a selected 
perspective is verbalized and rehearsed, (it becomes habit to think in that 
fashion) they must be encouraged to consciously analyze relationships and 
create behaviors to fit particular contexts (category two. Figure 1). This 
goal, however, needs to be qualified in two ways. First, students should not 
be encouraged to monitor and become self-conscious of every relational 
enactment. As suggested oarller, conscious codification is an uneconomical 
and inefficient mode of understanding much of what takes place in 
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interpersonal relationships. There are tii&es, honever, vhen conscious 
codification is beneficial to relationship enactnent. This is true of 
situations in nhich new nodes of behavior are called for such as problematic 
periods in the developnent of relationships, or the initiation of ne« 
relationships. It is during these tiaes that conscious behavior choices can 
be most beneficial to the relational participant. A second qualification is 
needed because of the dynaeic nature of hunan relationships. It is obvious 
that differences in codes, relationships, and conteits mitigates against 
prescribing specific behaviors for universal application. Rather than 
prescribing the conscious selection of skills fron an iBisutable repertoire 
provided by instruction, the basic interpersonal comaunication class should 
foster analytic thinking on the part of the student. If students are capable 
of analyzing a situation (inforned, of course, by their developing habit of 
theoretical thinking), their behavioral creations vill be selected based on 
the dynamics of the situation, as well as their unconscious understanding of 
theory . 

The analytic skills I am advocating are developed deductively through 
classroom application of theory to examples of communication situations. 
Using the theoretical precepts articulated early in the semester, students are 
encourage(* to analyze and evaluate examples of interpersonal communication in 
a variety of contexts (e.g. marriages, friendship, conflict, etc.). Two goals 
are accomplished by the application of theory to emergent situations: First, 
students become skilled in the conscious analysis of emergent communication 
and can better choose their next move in relational encounters. Second, by 
using the theoretical precepts as the basis for analysis, students gain 
further practice in theoretical thinking, thus, sinking the theory to less 
conscious levels. In fact, later attempts to consciously analyze the 
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relationship vlU, ideally, refer less specifically to theoretical precepts 
because habituation laakes this information less available to consciousness. 
Late in the course, analytic insi9hts will be cone "apparent" or "obvious" to 
the students. Conscious reference to the theory nill be necessary only in 
situations where the perspective does not easily apply. (3) 

It is apparent froa the above discussion that examples of interpersonal 
relationships are vital educational tools for both the Inductive and deductive 
portions of the Interpersonal course. Vhere do such examples co»e from? I 
will briefly discuss five sources of examples suitable for the introductory 
interpersonal course. 

One of the most available materials for use in the interpersonal course 
is videotape (Rosslter & Luecke, 1974). Useful texts can be created by 
cutting extraneous material (through the use of two VCRs), so that coherent 
relational structures and conversations can be created and used for analysis 
in the interpersonal course. 

A second text available for student analysis are their own relationships. 
Following Rawlins (1985), I give my students an assignment asking them to 
write a focused five to seven page paper describing a relationship they were 
involved in or are familiar with. The key to the success of this assignment 
is a clear set of theoretical precepts to apply to the relationship, iitbout 
such precepts, students are likely to focus on emotional, psychological issues 
and reveal Intimacies about themselves and their relationships. Such 
revelations put the instructor in the position of relational voyeur and create 
an unethical "theraputic" relationship out of the student-teacher 
relationship. 

A third source of textual material is the observation of naturally 
occurring behavior. Students are encouraged to observe naturally occurring 
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behavior In public settings and analyze this behavior according to 
theoretical precepts. Students should, however, be warned to confine their 
observations to publicly occurring behavior, malcing this method best for 
studying nonverbal rather than verbal behavior. Observing the verbal behavior 
of strangers places the student in the role of "spy" and raises serious 
ethical dileanas for students and instructor. 

A fourth source of interpersonal texts is ethnography. Ethnographic 
texts of interpersonal relationships are easily available and provide rich, 
textured inscriptions of relational practices. Analyzable texts can be found 
for alttost any interpersonal coaaunication perspective. Sxai^les include: 
ElUot Llebow's (1967) book entitled. Tally's Corner, Jules Henry's (1971) 
study of fasily life, PatbwBys to Madness, and Gerald Philipsen's (1975) 
study of working class relationships, *S(%aklng 'Like a Man' In 
Teansterville." 

Finally, a fifth source of interpersonal texts is literature. Plays and 
novels can create Interesting and rich worlds of coDSunication for students to 
analyze. Hatzlawick, Beavin and Jackson's (1967) classic analysis of Edward 
Albee's play, "Mho's Afraid of Virginia Hoolf?" is an example of the kind of 
theoretic analysis that can be done with literary works Other potentially 
useful literary works Include the plays of Ibsen ("A Doll's House), Arthur 
Miller ("Death of a SalesBan"),and Tennessee Hilliains ("Glass Menagerie"); 
stories by 0. Henry, or books by Hal lace Stegner are also potential options. 

The analysis of texts, whether froa television, experience, observation, 
ethnography, or literature should be done Inductively to encourage discovery 
of theoretical precepts, and deductively to encourage analysis of 
relationships informed by an increasingly unconscious use of the theoretical 
precepts to understand those relationships. 
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Conclusions 

Two areas of future research suggest themselves based on this 
instructional perspective. Fir&ic, the case for the integrative instructional 
approach suggested here is supported logically by Bateson's connunication and 
learning theory, as well as neurological and social -cognitive research. 
However, eapirical research is needed that nay add to or aodify the 
pedagogical suggestions aade here. Second, the integrative approach suggested 
here can be applied to a variety of other instructional settings Including: 
public speaking instruction, English conposition instruction, theraputic 
contexts, and organizational training and consulting. Applications of this 
approach to these areas night solve a variety of pedagogical problems. 

Finally, it is inportant to note that the synthetic approach described 
here does not and cannot coapletely solve the probleia of deutero-learned 
consciousness. No natter how habitual our understanding of interpersonal 
ooDDunication becomes the course is still consciously created, purposively 
planned and these are habits that can and will be adopted by students. This 
problem is one of reflexivity. He use conscious codes to refer to both 
conscious and unconscious codification. Reliance on conscious processes of 
codification for communication reinforces consciousness. Until and unless we 
can teach courses using more integrated codes (such as art, dance, and mus^c) 
deutero-learned conscious will always be present to a degree. (4) However, I 
believe that the synthetic approach does reduce this problem. I also believe 
that the synthetic approach suggested here helps support the value of 
"humility" (Bateson, 1972d, p. 437) when interacting in larger cybernetically 
organized systems and cultivates the habit of looking at relations not as 
means and ends but asks us to look for "direction and value" (p. 160) in our 
acts and in ourselves. 
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Endnotes 



1 Several forms of preconsciotts aatosatic activity are now being studied by 
social and cognitive psychologists. See Bargh (1989) for a review of this 
research. 

2 By suggesting that basic course instruction be done froa a single 
theoretical perspective I aa not suggesting that we propagandize students. It 
is necessary to infora students that other perspectives are available. In ay 
interpersonal course* students are asked to c»i^re and contrast the classroom 
perspective with a perspective not taught in class. This assignaent 
accoaplishes three goals: First, students acquire inforaation about the 
content of another perspective. Second, by coloring and contrasting the new 
perspective with the classrooa perspective the student reads, reviews, 
studies, and in the process, habituates the classrooa perspective. Third, the 
student deutero-learns that there are aany available aeans of interpreting the 
social world, the class perspective being only one aeans. 

3 As the class perspective becomes habitual, students will be less able or 
inclined to refer to the specific theoretical precepts discussed in class. 
This suggests that strategies of testing must adapt to this eventuality. 
Hhile early tests can eaphaslze specific theoretical generalizations of the 
perspective, later tests should avoid such specificity to focus on analysis of 
relational contexts. 

4 This paper is itself a largely conscious attempt to integrate conscious and 
unconscious processes— which is a difficult act of reflezivity and paradox. 
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